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Preface
To the President and Faculty of Trinity College:

In 1938, recognizing that the curriculum leading to the degree
of Bachelor of Arts was much inferior to that leading to the degree
of Bachelor of Science, in standards, organization, and effective
teaching, and anticipating the present widespread re-examination of
liberal arts education, the late President Ogilby appointed Professors
Means, Myers, and N otopoulos as a special committee to consider
principles and methods of reform for the B.A. curriculum. This
committee submitted a report to the Faculty in the spring of 1940,
outlining new B.A. requirements and a reorganization of the B.A.
curriculum into General, Majors, and Honors Divisions. Underlying
this report was a general conception of what is meant by a liberal
arts education. The aim of the committee was to apply this conception, which has always been the general spirit animating the college, to the changing conditions. of the present. For this purpose the
report contained a recommendation for the formation of a standing
Executive Committee of the Arts Degree.
Education is so important that thinking about its ends should be
not merely an occasional, but a constant, activity of the teacher.
Since ideas about education are signs of college vitality, critical discussion and even disagreement should be welcomed. Because of the
growth of specialization in our colleges, the teaching, thinking, and
main concern of each member of the faculty are usually confined
within the department to which he belongs. Admirable as this may be
in its place, it tends to obscure the primary end of liberal education,
which is the improvement of a man as a whole. Because the most
important ends of education cut across departmental lines and include all the departments, they are generally neglected. This is
not to imply that the Faculty is not interested in these problems,
or that as individuals they do not think about them. The point is
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that such thinking is usually fruitless because of the lack of formal
organization to translate it into effective action. Consequently, a
committee is required not only for the continued study of principles
and methods of education but also for the translation of ideas into
actual achievement. In these days of transition, such a committee is
more than ever necessary to aid Trinity in wisely and effectively
adapting itself to a changing world without losing rich traditionto try to balance the need for proper professional preparation with
a sound foundation in the values of the liberal arts, and especially.
to develop potential leaders not only for business, the professions,
and particular vocations, but also for democracy.....that is, for the
good of our society. The guiding faith for such a committee is, in
Milton's words, that "the reforming of education is one of the
greatest and noblest designs that can be thought on, and for the want
whereof a nation perishes".
The recommendations for a standing Arts Committee, together
with the other recommendations of the Special Committee, after
careful and critical consideration, were made the action of the
Faculty in the spring of 1940. Since that time, the Committee has
met frequently to consider the principles and ends of education
and to formulate practical methods of reform. It has gathered' a
considerable amount of data on its problems, and has spent many
hours on the more important issues. In January, 1942, it presented
a preliminary report to the Faculty and Trustees, and this report
was subsequently published in the spring issue of the College Bulletin. The war and the uncertainties which it brings to academic institutions have s.omewhat hampered the sustained progress of the
Committee toward its objectives, since clearly nothing concrete can
be accomplished for the duration; but this has turned out to be a
favor in disguise, for it has given the opportunity to improve our
proposals, while making us more sure of the things which we
thought were true. Furthermore, we have had the pleasure of seeing
other colleges and universities corroborate us by the formation of
similar committees. For example, Harvard appointed a committee
in 1943 to study the objectives of education in a free world, and
Yale, Princeton, Amherst, Wesleyan, and many others have recently done likewise. Moreover, this Committee was much grati- ·
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fied to obsetve how clpsely its thoughts and plans have been paralleled
by- the best-informed and most influential minds dealing with the
s_ubject. At least eight important books on liberal education have
recently appeared almost simultanequsly, by such authors as Presidents Dodds, .Hutchins, and Wriston, former presidents Aydelotte
and Meiklejohn, and Professors Greene, Fries, Maritain, and Van
Doren. While a few references to some of these books occur, this
Report as a whole was conceived and written quite independently
of them. It is a satisfaction to the Committee that Trinity was in
the forefront of this widespread movement for reform.
Thanks are due to President Hughes for the publication of
the present Report, which, while more ambitious in form than our
previous efforts, for obvious reasons must ·be understood to be an
interim report only. Full realization of the Committee's proposals
can be brought about only after the war. Our intention here is twofold : First, to state what the Committee has done, and to suggest
for consideration practical means toward our educational goals.
Secondly, to attempt to define the ideals and cultural goals of liberal
education, upon which it is our hope that the opinion of the College
may unite; for without clearly defined ends, concern with means
~ust be undirected and may be potentially harmful. Although
much in this Report is not new, and although we are conscious that
the curriculum herein outlined is neither complete nor perfect, we
have striven to apply the principles of liberal education, in concrete
suggestions, to the particula..r problems of the College. Each member
of the Committee has taken part in writing this report, for which
Professor Allen has acted as editor, and with minor reservations on
detail it represents the unanimous sense of the Committee. In the
last chapter, the initials of Committee members. have been appended
to those sections for which each is responsible.

It should be emphasized that the task facing the Committee is
so difficult and so complex as to preclude anything more than a
tentative and unfinished report at this time. Espedally is this true
of Part II, which, inevitably and by intention, is controversial and
suggestive rather than definitive. However, the Committee believes
what is said there, and believes that it is worth saying. The Committee has been motivated throughout by these ideals of education:
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to provide in the main areas of knowledge the best teaching within
the resources and particular potentialities of Trinity College, and
to offer this teaching to the widest possible range of students; and
to mould and develop our students by the discipline of the spirit,
as well as by the training and informing of the intellect, to the end that whatever they do and wherever they go they may be worthy
citizens of the state, and, above all, worthy men in the world. It is
toward the fulfilment of these ideals that this Report is respectfully
submitted.
BLANCHARD

JAMES A.
MORSE

s.

EDWARD

W.

Chairman
Secretary

MEANS,

NoTOPOULOS,
ALLEN

D.

MYERS

Note: The Committee is indebted to Mr. William 0. Aydelotte, one of its
former members, for certain suggestions, especially tho_se which have been
incorporated into the section dealing with the Honors Division. Mr. Aydelotte
has been on leave of absence during the past academic year and has not
taken part in the preparation of the Report.
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PART

I

COMMITTEE ACTION

•

I
General Requirements for the B.A. Degree
CHAPTER

The Committee's idea of the content of liberal education, ali
stated in the second part of this Report, implies the existence of a
body of knowledge which it is highly advantageous that men possess
in common, because it includes the main achievements of humanity
and in particular of our civilization. Without this common body
of knowledge, our civilization could not exist, and without it the
individual is incapable of developing his highest powers.
Until the closing years of the nineteenth century, the American
college curriculum was intended to include this common body of
knowledge, and this only. Consequently, course offerings were
narrow and fixed, and it was inevitable that, with expansion of
knowledge, the new wine should burst the old bottle. The inflexibility of the old curriculum, which had served its time well, caused
an extreme reaction, led by President Eliot of Harvard when he
introduced complete freedoII) of choice. This emancipation produced
both good and evil : it gave opportunity for self-expression and for
individual development; but it produced either excessive specialization at the expense of breadth, or else excessive distribution in elementary courses at the expense of depth. The most unfortunate result, however, was the disintegration of that common tradition or
body of knowledge which formerly had been the possession of every
college graduate-that which was known by every educated man.
Moreover, free election gave impetus to the theory that education
should consist of doing only what is pleasant and avoiding the unpleasant.
One ideal of liberal college education should be the acquiring
of a body of knowledge which is an organic body, not disjecta
memhra; and a demonstration of the ability to think in it. This is
the policy of the English universities, which leave to the individual
student ( with the advice and aid of a tutor) the choice of his own
method of preparation. Their degree requirements are concerned
with the purpose of education, not, as in American colleges, with
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the means, i.e., the individual courses. The English method, however, has not been found generally possible in American education
except in the experiments with Honors work, which offers our
best opportunity for the unhampered yet valid development of the
excellent student. With us, therefore, considerable guidance of
election must ordinarily be provided, and it is this guidance that is
represented by our degree requirements.
The ideal of a small liberal arts ~ollege should be the minimum
of statutory course requirements, for its professed raison d'etre is its,
emphasis on opportunities for the individual,--on which, indeed, rests
its claims of superiority over the mass-education in a large university. The student should be able to choose his course of study,.
guided only by th'e advice of a sympathetic and well-balanced advisor who, knowing the character, training, interests, and aims of
the student, will aid him to discern what he needs in order to achieve
depth and breadth in his education. Those who have worked with
our present advisor system, however, know that unfortunately this
can be only an ideal, and that stated degree requirements must for
some time continue to express the common denominator of a liberal
education. Some progress was made when the B.A. Committee
was granted power to examine petitions and recommend to the
Faculty exemptions from specific B.A. degree requirements, either
on the grounds of previous training, or of satisfactory alternatives.
This whole problem of attaining increased flexibility in dealing
with differing individuals is of major importance for the improvement of our college.
·
Requirements must endeavor to balance generalization and
specialization; moreover, they should also allow for two sets of
variables: the students' abilities, and their interests.
In an attempt to adapt the curriculum to the varying intellectual abilities of college students, three Divisions or levels of the
B.A. requirements have been instituted: the General or "pass" degree; the degree with Major, for the greater number of students;
and the degree with Honors. These are described in Chapter II.
Trinity, like most American colleges, requires each student to
choose a certain number of courses distributed in such a way as
to ensure some experience with all the main areas of the common
body of knowledge. This distribution is here formulated as "Requirements for all B.A. degree candidates". The complementary
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need for specialization, that is, for making some exploration into
the depths of knowledge lying below the surface of the areas, is met
by the "Major requirements", which allow the student to concentrate in the field of his special interest. Trinity, unlike some other
colleges, has maintained a satisfactory balance between these two
values, and t})e Committee aims, not to disturb the balance, but to
adjust it to our changing conditions.
Simplicity and brevity in the statement of requirements ~s greatly
to be desired. This was fully appreciated by the Committee, but
with the present offering of courses a really simple set of requirements would have been either too rigid, or else of little value in
ensuring :i liberal education. Simplicity could be obtained by instituting a few significant courses of study in areas not limited by
single departments, and one such course is being recommended by
the Committee. The absence of such courses in our present offerings,
and the lack of interdepartmental machinery and of even the desire
to devise such courses, compelled the Committee to specify, from
among the courses now being offered by our various departments,
such as could approximate the ideal degree requirements. This, when
followed by the listing of divisions and majors, has resulted in an
inevitable appearance of complexity.
There has been vigorous opposition in the Faculty. Some of this
is caused by radical disagreement in fundamental educational theory.
Especially common is "an abandonment of the principle that acquaintance with certain subjects is an absolute necessity for the educated
man, and the consequent elimiqation--except in the Freshman ·year.of prescribed courses, or those with narrow options."1 Others have
have been honestly mystified by the cloudy technical way in which
the Committee's ideals have sometimes been expressed. From such a
phrase as "realization of the potentialities peculiar to man as man",
the only residue in the mind of the reader is apt to be: "peculiar".
There have been other expressions. of this disagreement or misunderstanding. "Puerile!" was one comment. "I have lost all respect
for men who suppose that without some particular course or other
one can't be educated." Certainly this is a puerile idea, but it is not
that of the Committee. Our concept of the badly educated man is
one who knows nothing of, and has never been led to consider,
1

Leon B. Henderson, Professor of Chemistry in Dartmouth College: A Study
of the Liberal College, 1924, ' p. 280.
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whole great areas of human activity. To prevent this from applying
to Trinity Arts graduates was our main purpose in drawing up the
General Requirements.
These areas must be few in number, and therefore should indicate only the main divisions of human activity. The Trinity Catalogue lists twenty-five departments and sub-departments, and it
would be a poor professor who did not sincerely claim that some
definite knowledge of his field is essential for a well-educated man.
We chose the five areas commonly accepted as fundamental: Science
and mathematics, social studies, language and literature, art, and
philosophy and religion. And we believe that a college course of study
which omits discipline in any one of these--the structure of the
physical world, human relationships, and the records of human
achievements in thought and beauty and the universal-results in
a defective education.
Very well, it may be said, but why then all the piddling requirements of "Course 3 and/or Course 4ab; or, two of the following
four courses"? Detailed explanations for each requirement are given
in the following pages, and it might be stated here that for the
greatest complications, the groupings under Language and Literature, the Committee is not responsible. They sprang from an earlier
compromise, which the Committee inherited. This Report includes
a recommendation for a general course, adoption of which will much
simplify this requirement. And departmental necessity, not educational theory, has caused the four choices among philosophy courses.
The general requirements for the B.A. degree, then, take the
form of a selection of courses within certain areas of knowledge.
Altogether, they furnish guidance for about half the total number
of courses required for a degree. These courses, it is believed, provide opportunities for the student to expand his horizon by exploring
the most important fields of human insight and achievement. Furthermore, since many students have little idea of their own true interests and talents, it seemed probable that such a distribution might
awaken them to a realization of their best opportunities. These courses,
being fundamental, would also introduce the students to the basic
facts, tools, and ideas necessary for advanced courses. Most important,
they would serve to lay the foundation of that common body of
knowledge which is necessary for a liberal education. The requirements for each area have been made as few as possible while still
.6

retammg the principle of balanced distribution. 1 It is not to be
supposed that one course in, for example, science, or history, is adequate for a liberally educated man. It is hoped that personal counselling will supplement statutory requirements.
The remainder of this chapter is devoted to the Committee's
reasons for the present "Requirements for all B.A. Candidates".
More generalized statements concerning the individual fields of
learning appear in the last chapter of this report. ·
The Present Requirements for All B.A. Degree Candidates
Science: One laboratory course in Biology, Chemistry or Physics,
and one course in Mathematics. Those in Division I may substitute
for Mathematics an additional course in science.
Social Studies: History 1 ; and Economics 1 or one course in
Political Science.
Language and Literature: English A, one course in English
Literature, and certain courses in foreign languages, in either one
of the following two groupings :
A. Three courses in Latin and/ or Greek, to be taken in college; and French 2 or Ger.r:nan 2; or
B. Linguistics 1, and French 3 or German 3, to be taken in
college. Also two of the following four courses: English
14 (World Literature), Greek 4 ( Greek Civilization) , History 3 (Ancient Civilization), and Philosophy 15 (History
of Philosophy)' or 16 (History of Greek Philosophy).
Philosophy: 3ab (Ethics; Philosophy of the State), or 4ab
(Logic; Problems of Philosophy}, or 15 ( History of Philosophy) or
16 ( Histo·ry of Greek Philosophy} ; or Religion 1.
A pprecuztion of the Arts: English B (Intermediate Composition) or C (Advanced Composition), or one course in Music or
Fine Arts.

SCIENCE
Since the character of the world in which we are going to live
is largely shaped by the sciences, students should have a grasp of the
methods and aims of scientific thought.
1

In this connection it should be noted that only two specific courses--EngUsh
A and History 1-are required of every Arts student.
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The matter of specific B.A. requirements in mathematics and
science has long been a controversial subject, for which no sati~
factory solution has yet been found. Our present compromise is
not an exception: Mathematics 1 ( trigonometry-unless already
taken, analytical geometry, and elementary calculus) is. required of
all, except that the students in the General Division may substitute
a second science course; and one co~rse, which includes laboratory
work, is required in Physics or Chemistry or Biology.
For the capable student the study of mathematics offers an incomparable opportunity for the exercise of deductive thinking, the
awareness of the elegance of intellectual beauty and pure form, discipline in analysis of space and time and the discovery of the quantitative relationships of reality, and finally a growing ability to use
a symbolic language wherewith to grasp and express insights into
the world of truth. Mathematics is the most objective of all forms
of description, and it is also the basic instrument of science. Opposed
to its requirement is the considerable amount of time already spent
on mathematics in secondary schools; a doubt of the practical value
of mathematics to all but a small minority, especially in peace-time;
and the real difficulty a considerable number of college students have
in breathing this atmosphere of . abstraction, a difficulty which often
results in dislike and sometimes in a definite emotional "block". Such
students may repeat a required mathematics course indefinitely, until
they either give up trying for a degree or-a wiser solution for those
otherwise capable-until the Mathematics Department donates a
grade of 60 as an act of pure grace. So serious is this problem that
this Department has long advocated the giving up of the B.A. mathematics requirement. Our compromise is that mathematics must remain an essential in the training of the good and the exceptional
student at Trinity, while allowing such unmathematical students as
may be in the General Division to by-pass mathematics. The unsatisfactory nature of this arrangement is obvious when it is realized
that this. by-passing is available to only such students as are financially
independent of scholarship aid.
Our solitary requirement in science--one laboratory course-is
an even more unsatisfactory compromise. The main functions of
science in a liberal education are two: to give a grasp of the methods
and aims of scientific thought, and to give an adequate understanding
of a world now largely shaped by the applications of the sciences.
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The first demand might be satisfied by a course in general science
that emphasized principles rather than facts ; . but experience has
shown that such theory is of little value without practice, and that
"General Science" courses result in a smattering of the easy elements of a number of sciences and a certain amount of "methods
and aims" which may be memorized but cannot be realized. On the
other hand a foundational laboratory course in a single scienceour requirement-to be respecta~le must give a thorough training
in that science, and so has little time to devote to the general aspects
of science as a whole. Some of our science departments have been
very sympathetic in this dilemma, and have offered elementary
courses, such as Biology A and Chemistry 1, designed specifically
"for the non-scientific students". Despite difficulties which have
caused the giving' up of some of these experiments, such courses,
when given by teachers with some philosophic interests, would seem
to be the best solution.
But one of even such courses does not sa,tisfy the second demand,
that of giving some general understanding of the applications of
science in the modern world. This requires an intelligent grasp of
at least the principles of a considerable number ·of sciences. For
this, we must continue to lean upon that broken and often nonexistent reed, science training in the secondary schools.
A solution of which many scientists may approve would be the
requiring of elementary courses in a number of sciences. Any practicable number, however, ~ould still not cover the sciences necessary for the comprehension of our technical world, and each additional required course would increase the number of recalcitrant
students who might be led to water but who would do their able
best to refuse to drink. Certainly it is the hope of the Committee
that intelligent students will not be satisfied by our minimum requirement, and that they will elect furthei::. courses in the sciences.
The B.A. Committee hopes that in the future the science and
philosophy departments may consider the advisability of offering,
in direct sequence for students who have completed their science
requirement, a course which will relate the history of great scientific
ideas to the philosophy of science. This would offer the student an
integrated insight into science.
For further comment on the relationship of science and the
humanities, see p. 50.
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THE SOCIAL STUDIES

If we look on man as a social being who lives in a complex
social, political, and economic world, then he should take in the
social studies basic courses which give him a background for contemporary civilization, and principles for understanding and analyzing
the issues upon which, as a citizen, he should be able to pass judgment. The social sciences suffer considerably in being sharply departmentalized, for the subject matter requires understanding of
forces which affect the whole of man's life. The B.A. Committee
desired a course designed to give an understanding of contemporary
society through a study of the development of Western institutions-social, political, and economic-and of cultural ideas. This should be
organized and conducted by members of the Departments of History and Political Science, Economics, and Philosophy, and administered by an interdepartmental committee. The lack of interdepartmental machinery to make sucn a course possible led the Committee to choose such courses from our curriculum as approximate
the above course. Fortunately it found in History 1 a valuable
context and frame of reference for ideas and events studied by the
humanities; to supplement History 1, a course in Economics or
Political Science is required.
For further comment on the relationship of the social sciences
and the humanities, see p. 54.
LANGUAGE AND LITERATURE

If man is to express himself clearly he needs training in the art
of communication and expression, not onlr in his own language, but
in for~ign languages which may be used as tools for professional
ends or as keys which ope!1 the door to the great classics of literature
written in foreign languages. Furthermore, if man is to be a citizen
in the realm of value, the world of reason, taste and imagination,
if he is to develop character through desire to become that which he
contemph1tes, he should have a broad and understanding knowledge
of the great classics of the world. Because the study of language and
literature covers the best that has been said and thought in all time
and all languages, the requirements in this area of the humanities
are more extensive than those in other areas. For comment on the
teaching of literature, see p. 56.
. 10

THE CLASSICS
Very few colleges have abided as faithfully with or clung as long to
what has sometimes seemed a lost cause: the foundation of a liberal
education on the Classics and the Church. Trinity has done so
because it believed with Sophocles that it should make men as they
should be and not as they are; it deliberately chose for its educational policy idealism, and imitation uf the Divine. The trustees of
Trinity College as guardians of this great tradition have determined
that the classics must remain a cornerstone in the B.A. degree requirements, and have left it to the faculty to devise ways and means
to make them a living reality.
This is especially necessary for liberal education in the post-war
world. Already one of the obvious conclusions from the war is the
tr;,tgedy of ·human waste, the futility of development in techniques
without the wisdom to use them in the shaping of a better world.
The case for the classics in the future of education rests on their
balanced way of life and the rich legacy of wisdom and delight which
they contain. There is a general wisdom in the classics which is rich
in values for the modern mind. The Greek and Latin poets and
thinkers were primarily interested in distilling the inner meaning
from the events of their age, interested in what a man's action does
to his soul. Like the chorus in Greek tragedy, the classical mind
explained and clarified experience in universal terms, so that we
see in the characters of its literature representative actions and:
lasting tendencies of men which enable us to recognize manifestations which recur in our own lives. This is what constitutes the
timelessness of the classics and their value for us today.
The appreciation of the values should be direct, i.e., found in the
beauty of the language in which they were written. There is no
satisfactory substitute if this be lost. The tendency today to minimize
this loss, says a leader in the re-examination of liberal education,
"is a sad reflection on a widespread insensitivity to literary values
and an indifference to the precise expression of ideas. Only a person
with very deficient taste could accept with complacency the compulsion to read the great ancient and modern classics in translation." 1
For this reason a knowledge of the classics in the original furnishes
the grounds for the classical requirement in the Greek and Latin
languages at Trinity.
1

T. M. Greene, Liberal Education Rt-examined, p. SS.
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The determined pursuit of this id~al, however, led to some
unfortunate consequences. Differential ability in our student body,
deficient language training in secondary schools, and the br~vity of
life and careless investment of time in less important things, resulted in a constantly increasing proportion of students who avoided
the B.A. degree because of its rigorous classical requirement. To
correct this unhealthy condition in our college and adapt the classical
requirement to meet obstinate facts of experience, it was decided
to devise an alternative route to the B.A. degree for less capable or
less well-prepared students. This route consists of a course in Linguistics, which emphasizes the semantic contributions · of the Greek
and Latin languages to the Romance languages and to English, and
a selection of several among those courses in our curriculum which
emphasize the fundamental influence of classical upon modern
civilization. The linguistic and cultural legacy of Greece and Rome
is of such importance in a liberal education that participation in the
classics must be extended as was citizenship in the Roman empire:
the grant of citizenship in the domain of classical wisdom must not
be reserved for the chosen few, but must be granted through translation to everyone in the empire of a liberal education. 1
MODERN LANGUAGES
Those who choose a modern rather than an ancient language
to satisfy the language requirement at Trinity must complete a
course in French or German literature ( French 3 or German 3).
Two considerations underlie this requirement: ( 1 ) it is better to
approach mastery in one language rather than to know two with
no ·sense of mastery in either; (2) the 'arts man' should not drop
his study of language at the completion of the tooling stage but
should use his language tool in reading some significant classics of
that language. It is to be expected that students enrolled in the
Honors Division will have source assignments in these languages.
For a recommendation concerning the teaching of languages, see
p. 24.

ENGLISH
The requirement in English consists of two courses : English A
and a cours.e in literature. It is essential that the student should be
1

For recommendations concerning the classics, see p •. 23 .
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able to communicate clearly his thought and knowledge. The empha·sis that English A puts on improving the writing of the individual
student, and on developing his ability to present information, a
theory, or an argument effectively, makes it a course in the art of
communication which is of basic value for the entire college. The
student, however, should also take a course in literature proper. It
is suggested that English 14 (The Classics of the World's Literature), might begin with Dante and be in sequence to the proposed
course in the Classical Humanities. Thus Trinity would be able to
offer a complete. pattern of education in the great classics of the
Western world.
·
THE ARTS
More than any of the other degree requirements, that in the
appreciation of art needs explanation. Far from being non-essential
or a luxury, the study of art, particularly music and painting, is a
significant ingredient in liberal education. First, as primarily evaluative, great art expresses timeless values in unique and personal
creations. It embodies in itself man's deepest realization of reality.
Thus, the understanding of art is not only one of the best s.ources
for knowledge of peoples and periods, but it also enlarges and elevates
the personal realization of values. Further, in its expressive combination of sensuous form and medium, art is the source of direct
aesthetic enjoyment which is both spiritually enriching and deeply
satisfying. Finally, the rigorous effort toward an appreciation of art
is an excellent discipline for refining the primitive personality
through the cultivation of .taste. It is one of the sad commentaries
on our civilization that the average student has no background and
no aesthetic standards wherewith to distinguish the cheap from the
excellent, the false from the genuine, the merely pretentious from
the beautiful. It is the hope of the Committee that through at
least one ~ourse in the Music or Fine Arts department the student
may gain something of these values, which are too often neglected
in the typical program of courses.
Such a course, in addition to a good historical survey and some
knowledge of aesthetic interpretation, should include practical work
with the medium of the art concerned, not as elementary instruction
to produce amateur artists, but as the necessary knowledge for an
understanding and appreciation of the art. Just as reading, grammar,
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and some ability to write, are necessary for understanding great
literature, so some first hand acquaintance with a medium and its
formal organization is prerequisite to the aesthetic understanding of
great art. Moreover, some training in the practice of a given technique will be a valuable asset throughout life, as is true of all
"laboratory" courses. Even limited practical experience as a working "artist" gives an insight into reality which is known only to
those who create.
In order to increase the students' freedom of choice, English
composition has been included with music and art in the choices offered.
For further consideration of the place of the fine arts in college,
seep. 60.
PHILOSOPHY
Philosophy is involved in the entire liberal arts curriculum,
since all subjects, if they are to be liberalizing, must be taught philosophically in order to provide systematic and evaluative perspective.
For a working foundation in the specific study of philosophy,
the basic course should consist of two parts. The subject of the first
part should be the nature of reflective thinking as used in the
natural sciences, the social sciences, literature, history, philosophy and
religion. The second part should concentrate on the basic and eternal
problems of philosophy as found in these related fields. Philosophy
4ab, as revised in 1940 and again in 1941, was designed to be a
foundation course of this type.
Theoretically, this is the course that should be designated for
the degree requirement in philosophy. It is to be hoped that in the
future a practical method may be evolved for handling the course
sections, so that the goal of one basic course in philosophy may be
attained. At present, however, we are forced to the unsatisfactory
necessity of designating four courses in philosophy and one in religion, leaving the selection of one of these to the student.
Further, since liberal education is concerned with the development of character and the successful achievement of the good life
for man, philosophy should provide a primary course in etflics and
politics. This course should not be a merely historical survey of
ethical and political theories, as is apt to be the case in the colleges
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and as Philosophy 3a has tended to be. It should be directly oriented
to the present, and constantly concerned with deepening the significance of life by developing an appreciation of the real values in
living.
In addition, for those who are naturally interested in philosophy
for itself, the history of philosophy is an excellent study, provided
that original sources are used and the attention of the student is
focused upon the living problems which are of lasting significance.
A proposed course which would relate the his.tory and philosophy
of .science has been mentioned on p. 9. Finally, in cooperation with
the broader structure of honors work, two or three alternating
honors seminars in philosophy should be developed to fit in with
the needs of the several honors programs.
For further comment on philosophy in the liberal arts program,
see p. 61.
RELIGION
Since our civilization was moulded and is now permeated by
the Christian no less than by the Graeco-Roman tradition, and
since to think about his relation to the Divine is one of the highest ends of man, a course in religion was developed. I ts approach has
been historical, rather than theological or denominational, with
emphasis upon the discernment of values wherewith to gain an intelligent insight into Christianity.
For the importance of religion in a liberal education, seep. 63. For
a description of recommended and suggested courses in religion, see
p.
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This Committee firmly believes that courses required for the B.A.
degree should not be primarily factual. Precise facts are necessary,
but the real aim of such courses should be the employment of these
facts in order to consider the problems of the subject matter and
the methods for solving them. If the basic courses in this program
are ·not oriented from this point of view, then the liberal arts program fails at its outset. They should stress the ways in which significant facts are gathered and how reflective thinking interprets them.
For example, it is more important that a student should come to
know what kinds of problems the mathematician or historian investigates, how he formulates them, and the methods he uses in
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their solution, than that he should learn a catalogue of data or even
learn theories about them. If the student under the leadership of.
the Faculty attains the former end in his various courses, then he
will come to know liberal education as a useful reality rather than
as academic exercises to be forgotten gladly as soon as enough semes,ter
hour credit has been secured .
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CHAPTER

II

The Three Divisions
The present requirements for The Three Divisions read as
follows:

In addition to the requirements for all B.A. candidates, a candidate for the degree of Bachelor of Arts must also satisfy the requirements of one of the following three Divisions.
Division I.

General B.A. Degree

In addition to the requirements for all B.A. candidates: two
advanced courses in some one department, or three allied courses.
Students enrolled in Division I are not eligible for scholarships.
Division II.

B.A. Degree with Major

Students. enrolled in Division I I must pass all major courses
with a grade of 70 or better. Comprehensive examinations in the
subject of their major will be required at the end of the Senior
year. The B.A. degree with Major may be obtained in the following
departments.
Classics: Four courses, including courses in both Latin and
G~eek. One of the courses shall be beyond Latin 2 {Tacitus, Horace)
or Greek 1 {Homer, Plato). Greek 4 {Greek Civilization) does
not count as a major course.
Economics: Four courses in the department, including Economics 10 (Seminar).
English: Four courses in the department, including English
15 (Seminar). English A and English D (Public Speaking) do not
count as major courses.
Fine Arts:
Music.

Three courses in the department and one course in

History: Four courses in the department, in addition to History
1 ( Introduction to European His!ory).

17.

•
Modern Languages~· Four courses beyond French 2 and German
2. All majors must include both French 3 (Literature of the 19th
Century) and German 3 ( Drama of the Classical Period).
Music:
Fine Arts.

Three courses in the department and one course in

Philosophy: Four courses in Philosophy or Psychology. Philosophy 2 ( Social Ethics), Psychology 1 ( General Psychology) and the
courses in Education do not count as major courses. Philosophy 15
( History of Philosophy) is required of all students in the Philosophy
or Psychology major.
Division III.

B.A. Degree with Honors 1

Upon recommendation of the Department and the approval of
the Executive Committee students of exceptional ability ( which for
the guidance of the Committee can be interpreted as an average of
85 in the major and a general average of 80) shall .be candidates
for the degree with Honors. Such students shall continue work in
regular courses for the equivalent of at least three courses for their
Junior year and at least two courses for their Senior year, devoting
the rest of their time to individual study under the direction of
the head of the department. At the end of the Senior year honor
students shall take written and oral examinations given by an examiner from another institution. In no case shall this procedure
operate to excuse a student from any of the courses required for the
B.A. degree in Division II. The privilege of working as an honor
student may be withdrawn at any time by the Executive Committee.
Men arc · characterized not only by the possession of common
faculties and abilities, but also by significant differences of interests
and capacities. Liberal education must provide for all these aspects
of human nature. The B.A. degree requirements are concerned
with the common faculties, the major requirements with the differing
interests, but Trinity had hitherto made no attempt to recognize the
different intellectual capacities of students or to develop a flexible
curriculum to meet this basic fact of hurnan nature. A leader of
higher education in America has written:
1

See p. 27 for the Honors Division requirements now recommended by the
Committee .
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"The greatest defect of liberal education is the regimentation
of individuals of different levels of ability into the same program.
We offer to our students in high schools and college bewildering
freedom as to the subjects they should study. But once they have
made their choice we set up a common standard of achievement
for the poorest, the average and the best. The converse of this policy
would produce better results. With some knowledge of the ambitions and aptitudes of a given individual, older heads may well be
wiser as to the subjects they should study. But once the plan of
study is determined it is obvious that each individual should be required to come up to the highest standard of excellence of which he
is capable. This can never be the case if individuals of all levels of
ability are taught in the same classes and set the same examinations.
That is common practice. It constitutes a kind of academic lockstep,
bad for the poorest and wasteful for the best. We must eliminate
that waste if we are to have a liberal training adequat6 to the needs
of the· post-war world. While seeing to it that individuals of each
level of ability have the training best suited to them, we must
realize that the future of our country depends upon what happens to
the best. It is fro~ the ablest young men and women, given proper
training, that we may hope for the •leadership without which democracy cannot survive. " 1
The Committee appointed in 1940 to improve the B.A. curriculum
was aware of this condition and recommended to the Faculty the
formation of a three-fold system-the General, th~ Majors, and the
Honors Divisions, designed to give the best possible education to the
less able, the average, and the best students. This recommendation was
made the action of the Faculty. A description of the character and
purpose of these Divisions will illustrate how Trinity has broken
the lockstep in American education and so taken part in the exploration of reform.
THE GENERAL DIVISION
The General Division was formed to provide the best possible
education for those mentally capable students who, because of either
inadequate preparation, or lack of intellectual interest or initiative,
might otherwise fail to meet successfully the high scholastic stand1

Aydelotte, F., Breaking the Academic Lockstep", New York, 1944, p. 9.
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ard which we all desire to maintain. Democratized education, while
not requiring a college training for the stupid, docs imply adequate
provision for all of our youth who are mentally well-endowed. The
English Universities early recognized the problem of less capable
students, who are designated as "Pass Degree men". The obligation of Oxford to these men is, in the words of Lord Curzon, "to
develop them by giving them a wider range of alternatives, guiding
them into practical courses, and offering a greater stimulus to their
intelligences." This is a difficult educational assignment to which
Trinity can make a significant contribution.
The General Division so far has been used primarily to prevent
the lowering of scholastic standards in the College, while at the same
time affording a more adequate education for students who show
little ability for more advanced or abstract courses. Such students
often deserve to have a college education, because they are not
dullards, and obviously derive much benefit from being here. They
will become useful and often highly successful citizens, but will
scarcely be "intellectuals". ~ormerly they have found certain definite
requiremem:s insuperable, and they have left college, or have continued
to fumble with advanced work for which they were not fitted.
There are no special classes adapted for students in this Division>
and they are not excused from the General B.A. Requirements as
stated in Chapter I. The Division does allow students to graduate
with less specialization and fewer advanced courses. Specifically>
it requires no 'major' but only a 'minor' of two advanced courses in
some one department, or merely three allied courses. And it requires
only passing grades in these courses, as opposed to the grade of 70
required for major courses. ( Students in Division I must, however>
satisfy the Trinity degree requirement of attaining a grade of 70 in
at least 84 semester hours of work.) Thus, no specifically 'senior' or
seminar courses need be taken, but a fair average in quality must be
attained in the courses elected. Finally, 'the Division permits the
substitution of a second course in science for the required course
in mathematics. To prevent this Division from becoming the happy
hunting ground of the indolent in search of an easy degree, an extraneous barrier was erected-those in the Division are not eligible
for financial aid from the College. Such a restriction is of course
educationally unsound, and this difficult problem requir~ further
study and a better solution .
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If the time devoted to a liberal education should have to be
curtailed in the post-war world, the General Division provides
opportunity for e;xperimental adjustments. For instance, it may provide a partial answer to the problem of the education of governmentsubsidized veterans. It behooves the Faculty, the Administration, and
the Trustees to take cognizance of the possibilities existing in our
General Division and to examine its relations to the problems which
will arise after the war.
THE DIVISION WITH MAJORS
The existence of the General Division enables the College not
only to maintain the standards of our Major Division but to improve
it considerably. Since the Major Division is designed for the average
student it will probably continue to remain the largest of the three
Divisions. The B.A. degree requirements enable the students to get
a fairly comprehensive perspective of the various majors which lie
open to them, and provide for the basic liberal courses which are
also the elementary courses in whatever major the student may
elect. The number of courses required for the major has been
limited, with a few exceptions, to four. This limitation is intended
to give the student some choice in his electives in his Junior and
Senior years. Improvement in the Division with Major should take
the following lines:
( 1 ) A re-examination of departmental offerings with a view
to the establishment of an organic sequence of basic and essential
courses. This, it is hoped, will result in the dropping of certain unessential courses and release time for instruction in the Honors Division.
( 2) A sequence of departmental courses culminating wherever
possible in Senior Seminars, which give the student opportunity
for greater development; in the case of students of marked ability
the writing of a Senior Thesis, as has been shown at Princeton University, can be a creative stimulus. ( 3) The development ·of comprehensive examinations for the Major Division, a measure which
has already been approved by the Faculty. It is hoped that this step
will result in marked improvement in the standard of work in the
Division. Course examinations, as has often been noted, "tend to
become largely memory tests and, because of the limited field covered,
offer too little opportunity to display ability to think, understanding
21.

of the inter-relation of ideas, and grasp of the subject as a whole.
Students feel instinctively that the memory is an inferior intellectual faculty and welcome even severer tests which call for putting
two and two together." 1
THE DIVISION WITH HONORS
The requirements of the present Honors Division, stated at
the beginning of this chapter, are conventional in character and, it
is to be hoped, transitional. They were adopted before the experimentation with seminars was undertaken. These proved to be so
successful, and the results in growth of interest and ability, for both
students and teachers, were so marked, that the Committee entirely
recast its plans for this Division. What it learned of similar work
in other colleges increased its enthusiasm for the new proposal, which
is given at length in the next chapter, p. 27. Since, however, the
recommended plan cannot come into full effect until after much
careful interdepartmental preparation and the establishment of a
sufficient number of the needed seminars, the present requirements,
with modifications, must continue in operation for some time .

1

Aydelotte, p. 167 .
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III
Recommendations
CHAPTER

Deliberation upon the ways and means for making our ideal of
a liberal education living reality at Trinity College has resulted
in a number of recommendations, which are here presented for
the consideration of the Faculty and the next President. Present
conditions cause them to be, as it were, tabled for future consideration.
Educational proposals are always steps toward a distant but
inspiring goal. And it is essential to stress that, for genuine progress, the spirit of reform is more valuable than the items which
embody it.

a

THE CLASSICS REQUIREMENTS
The present statement of the classical and foreign language requirements is obviously in need of simplification. It reads:
.
A. Three courses in Latin and/ or Greek, to be taken in college; French 2 or German 2
or
B. Linguistics 1, French 3 or German 3, to be taken in college.
Two of the following four courses: English 14, Greek 4,
History 3, and Philosophy 15 (or 16).
The Committee recommends the following:
A. The completion of Greek 1 or Latin 1
or
B. Linguistics 1 and The Classical Humanities (a new course);
French 3 or German 3.
The proposed course in The Classical Humanities is intended
to replace a medley of courses which, in varying degrees, deal with
1
classical civilization. The experience of the Classics Department
with the course in Greek civilization has shown that the most effective aspect of the course has not been the study of antiquities, but
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the readings in and discussions of the literature and philosophy of
Greece. It is recommended therefore that the course in the Classical
Humanities (six semester hours credit) shall consist of readings in
and discussions of a limited number of masterpieces in classical
literature, philosophy, and science. These classics are to be studied
in chronological sequence and each work is to be read in its entirety.
The course is to be organized in sections preferably of not more
than 20 students, and qualified members of several departments are
to take charge of parallel sections, each teacher conducting his
section through the entire course. A member of the Classics Department shall be the chairman of an interdepartmental committee
to administer the course. It is hoped that grants from the Moore
Greek Fund and the Smith Fund will make it possible to invite
outstanding scholars to enrich the course through lectures and
participation in discussions.
·
Although irtterdepartmental courses have been subject to criticis~, there are several reasons why this course should be shared by
more than one department. The classical tradition is woven in the
texture of all the departments, and a survey of those in the B.A. curriculum shows that many have instructors who are interested in the
classical backgrounds of their subjects, and are qualified, to this
extent at ]east, to teach the course. Furthermore, such a fundamental
course needs the variety of judgments, teaching skill, and experience of these teachers. It may be added that the interdepartmental
character of the course has met with success in several institutions
in which it has been tried. It is hoped that the pooling of talents
in this course may result in the elimination or alteration of a number
of courses which deal fragmentarily with the classical civilizations.
LANGUAGE TEACHING
·The Committee wishes to suggest, for the consideration of the
language departments, the institution of elementary language courses
of five classes per week, with ten semester hours credit for the
year. Beside the demonstrated pedagogical advantages of this concentration, elementary language courses are universally recognized
as not being at the college level, and concentration would enable
them to be disposed of in the freshman year. They might be designated with the letters A-B, and subsequent courses in the literature
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of each language might be numbered serially beginning with 1. The
introduction of such courses should of course depend entirely on the
wishes of the departments concerned.
COURSES IN RELIGION
Because the primary religious force in the civilization of which
we are a part is Christianity, the primary object of the study of
religion in ovr curriculum should be an understanding of Christianity. And it is universally admitted that the understanding of Christianity requires a knowledge of the Hebrew religious trad-ition out
of which it grew and of which it is in a sense the highest development
and the fulfilment. 1
The Committee therefore recommends the establishment of two
fundamental courses in the study of religion. The first is a prerequisite to the second and the second is a continuation of the first.
Each is to be a one-term course and the Committee suggests that the
titles of the courses be The Hebraic Sources of Christianity, and the
Beginnings of Christianity.
The Hebraic Sources of Christianity.
The object of this course should be the study of the historical
causes which produced the higher religion, Judaism, out of the
primitive religion which was J ahvism ; the stages of the development
of Judaism from the eighth century prophets to the Maccabaean
period ; the influences exerted by other religions, especially Zoroastrianism, on that developJDent; and the causes of the failure of
Judaism, as preached and practiced in Hellenistic times, to sat'isfy
the religious needs of men. While the Old Testament would be the
chief source book of such a course, the Committee has no intention
of recommending a course which could be construed either in the
sense of "Bible Study" or of apologetics.
1.

2.

The Beginnings of Christianity.
This course would take up where the other left off and would
study the rise of Christianity in its social and historical setting, and
the teachings of Jesus as a consistent whole and as set forth in
the Gospels considered as historical documents. Both these object~
would require a preliminary summary of the most important factors
1

For a discuBSion of the teaching of Religion in college, see p. 63.
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in the political and social situation in the Hellenic Civilization in
the time of Christ, and a summary of the principles and methods of
Biblical criticism.
Because Christianity was the dominant force in the origins of only
three civilizations, because there are important and fundamental
differences between it and the other religions which also have acted
as matrices for other civilizations, and because the study of Christianity is not the study of religion itself but only of a portion thereofa liberal education should include, further, a comparative and historical
study of religion as a whole including both primitive and higher religions.
The Committee therefore recommends the continuance of the
present course entitled "Religion". This six semester hour course
should have as prerequisites the other two courses, and it should be
comparative, historical and psychological in method.
The establishment and development of further courses in religion would be the expected result of successful introductory courses,
and the College would wish to foster an awakened interest in the
subject by providing opportunities for more advanced and more
critical study. Any such further courses, however, should be developed and established only as awakened undergraduate needs require and demand them. It might be expected that they would in~
elude studies in the History of Christianity, the Psychology of Religion, and Religions of the Orient.

SENIOR THESIS
The Committee on the B.A. Degree recommends that in the
Division with Major an opportunity should be given to properly
qualified Seniors to write a Senior Thesis in lieu of a six semester
hour course.
COMPREHENSIVE EXAMINATIONS
The B.A. Committee has made a study of the comprehensive
examination systems already in existence in other colleges and has
tried to avoid some of their faults. It has explored a suggestion
in President Conant's Harvard Report (1940-1941} that "general
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examinations might well be not in the specialized fields but in some
general areas." The Committee, realizing that the purpose of comprehensive examinations is the integration of the student's course
of study, and yet desiring to obviate the necessity for a cramming
course in preparation for them, recommends the following plan for
Comprehensive Examinations in the Major Division:
The Comprehensive Examinations shall consist of three papers,
each of three hours.
(a} The first paper should be in some special field of the student's
Major.
( b) The second paper should be a general examination in the
courses taken by the student in his Major.
( c) The third paper should integrate work in the Major with
related courses taken by the student in the Junior and
Senior Year. This paper should be set by the B.A. Executive
Committee in consultation with the instructors in these related courses.
( d} The Comprehensive Examinations in the Senior Year shall
replace the final course examinations of that year for courses
in the student's Major and related fields.
EXTENSION OF MAJORS
The Majors leading to a B.A. degree are at present limited to
those in the Classics, Modern Languages, Fine Arts, Music, Economics, History, and Philosophy. There seems to be no good reason
for this limitation. The Committee therefore recommends that
students majoring in any department or group in the College may
be candidates for the B.A. degree, provided that the General B.A.
Degree Requirements are fulfilled. Students with conflicts of schedule due to a largely predetermined sequence of major studies may
apply to the B.A. Committee for a recommendation to the Faculty
for permission to waive such General B.A. Requirements as cannot
be satisfied.
THE HONORS DIVISION
The planning of the Honors Division for Trinity College occu-

pied a considerable part of two yea!! of weekly meetings of the
27.
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Committee. The Committee issued in 1943 a preliminary report of
its work and distributed it privately for criticism to leading educators and institutions engaged in Honors work. The report has
been noticed by Frank Aydelotte in his "Breaking the Academic
Lock Step", who comments on it: "This bold and well-conceived
plan is interesting on its own account and also as an example of the
way in which colleges and universities are in these days making plans
for the improvement of the liberal arts curriculum after the war."
The reasons for the es.tablishment of the Honors Division were
stated two years ago when the reorganization of the B.A. curriculum was undertaken and the Honors Division was created by a
vote of the Faculty. At that time, however, only the broad outlines
of the Division were formulated. The details of the honors system
and the steps necessary for its introduction were left for the future
consideration of the Committee. In the meanwhile there were independently introduced in the College several seminars in history,
philosophy, religion, and the classics. The experience gained in these
seminars has proved of immense value in the final formulation of an
honors program.
The Committee has sought to avoid a derivative and mechanical
adaptation of the honors systems of other colleges. It realized that,
while we could learn much from other institutions which have taken
the initiative and shown leadership in honors work, Trinity must
work out its own educa;ional methods. The philosophy underlying
the Honors Division is es$Cntially the same as that underlying the
B.A. requirements. Both represent a protest against the concept
of a liberal education as a haphazard collection of isolated courses
given by isolationist departments. The difference between the Honors
Division and the other Divisions is not in its philosophy of education, but in the greater depth and breadth which it seeks to attain.
It is the duty of the College to see to it that students of exceptional ability receive special attention, for it has become apparent
that democracy depends for its effectiveness on the ability of educational institutions to seek out, encourage, and train the best minds
of the country, from whatever strata of life they may come. The
Committee believes that the best method for training such students
at the college level lies not in a continuation of the educational methods used for the first two ars of college, but in awakening the
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creative potentialities of these men through individual attention,
setting papers on challenging problems, and holding such discussions as are possible only in honors seminars. The experience of
several members of the faculty with students in seminars is noteworthy. Certain students, the products of courses of the usual
type, grew tremendously under the responsibility of writing weekly
papers which demanded not only comparatively wide reading but
sound judgment in reaching conclusions. The enthusiasm which
has characterized the seminars given in the past two years has
apparently been due to the stirring of the creative capacity and
energy latent in these students. The offering of honors courses,
moteover, is one of the strongest incentives for a member of the
faculty to give his best in teaching and to keep on growing. The
desire to have his students do well when tested by examiners from
other institutions cannot but improve the instructor's professional
standards. The value of instruction through honors seminars is
of the utmost importance for Trinity, for it renders service not only
to the student and to the instructor but also to the world at large,
which is dissatisfied with the teaching of the colleges and is pressing
for a re-appraisal of the whole system of our education. The Committee believes that the development of the Honors Division will
not only bring educational prestige to Trinity but go far in adapting
Trinity to a changing world.
The seminars. given in the past two years have provided the Committee with a fund of concrete experience on which to draw in its
discussion of the Honors Division. One of the positive conclusions
reached by all who gave the seminars was that the student could
not give· his best in a seminar which was but one of five courses. An
analysis of our results, which is corroborated by similar conclusions
reached long ago at Swarthmore and other colleges, shows that
honors seminars are most successful when the stude!}t is left free
to concentrate on his honors work. "For maximum simplicity and
effectiveness an honors plan should occupy the entire time of the
student in the Junior and Senior years. For the honors student the
course and credit system should cease to exist. He should be free
to concentrate upon the task of mastering as thoroughly as possible
the field of knowledge to be covered and his degree should depend
upon such success in his comprehensive examinations. The field of
study should be wider than a single department and for the conduct
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of such a plan two or three departments should cooperate. " 1 As a
result of this experience, and of our careful discussion of the whole
subject, the Committee makes the following recommendations for
the machinery of the Honors Division:
(a) The ·work in the Honors Division shall consist of either (1)
eight one-semester seminars ( four in the Junior and Senior
years respectively); or (2) seven one-semester seminars and a
Senior Thesis. The Committee may allow the substitution of
advanced courses for seminars.
( b) Students \ in the Honors Division will take no examinations
during the last two years of college until the end of the Senior
year, at which time they will take written and oral examinations in all the subjects in which they have had seminars.
These examinations will be given by professors from .other
institutions, as provided in our present catalogue requirements.
The outside examiners will determine what class of honors
( Cum Laude, Magna cum Laude, or Summa cum Laude)
each candidate is to receive on graduation.
( c)

If the examiners find that an honors candidate is not worthy
of honors rating, the examination books shall be turned over
to the Committee which shall make recommendation to the
Faculty whether the candidate should receive an ordinary degr.ee.

(d) It is suggested that an. honors candidate at the end of his
Junior year be allowed to take the examinations set by the
examiners. in the fields which he has already studied; such
examinations shall be corrected by members of the faculty; they
are solely for the purpose of practice and review, and no degree
credit shall be given for them.
( e) An honors candidate will be required to complete, before he
begins his .honors work, at least one elementary course in each
of the fields in which he proposes to take seminars.
(f) The Committee, in consultation with the departments concerned, will have general charge of the admission of students
to the Honors Division. A student in order to be admitted to
the Honors Division must be acceptable to the departments in
which he proposes to take seminars.
1

Aydelotte, p. 74.
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(g) An honors candidate will receive neither grades nor semester
hour credits ( in the usual sense) for the seminars which he
takes. The class of honors which he receives is to depend solely
on the findings of the examiners at the end of his Senior year.
(h) A student in the Honors Division may have the privilege of
taking a course of the usual type, but may not receive· degree
credit for his work in that course.
(i) Especially qualified students in the Division with Major may,
with. the permission of the Committee and the instructor, enroll
in honors seminars. In such a case the student would receive
six sem~ster hours credit for each one-semester ~minar.
The Committee recommends that seminars in the Honors Division should extend over a general field rather than be specialized
seminars of the type which properly belong to graduate schools.
Furthermore, they should not be seminars with specialized pre-requisites ; what should count for admission to them is ability rather
than technical preparation. The eight seminars taken by a student
in the .Honors Division should be spread over the departments comprising the B.A. group and should be related so as to embody the
philosophy of a liberal education expressed in the first chapter of
Part II of this report. In brief, they are to e'mbody the organic
relations of literary, social, economic, philosophical and historical
ideas as exhibited, e.g., in the Classical and Modern "Greats" of
the Oxford Honors Schools. It shall be the function of the Committee to arrange the most fruitful and balanced combinations of
subjects.
Introduction of honors seminars:

The Committee feels that the introduction of honors seminars
in any department should be on a voluntary basis, and should depend on the wishes of the department concerned. It hopes, however,
that all departments in which honors work is feasible, will eventually
give honors seminars.
The B.A. dt!grte requirements for the honors candidate:

In view of the fact that the completion of the present B.A. requirements leaves a candidate for honors little room, in ·his first
two years, for choosing courses. in the fields of his interests, and in
view of the fact that honors seminars fulfill the same purpose as
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some of the B.A. degree requirements, the Committee recommends
that the general B.A. requirements for honors candidates be: one
laboratory science; one course in Mathematics; History 1 ; English
A; French 2 or German 2; the course in the Classical Humanities.
Teaching load for instructors of honors seminars:
The Committee recommends that the teaching load of an instructor who is giving a seminar for the first time shall be one
seminar and two courses.
Financial aspects of the Hon ors Division:
A study of the financial aspects of honors work in American
colleges brings out the following facts: ( 1 ) the honors program
will involve additional expense for instruction ; ( 2) this increased
expense is mainly not for an increased .amount of teaching but
rather for improved quality. On this point Dr. Aydelotte states:
"The greatest expense has been for higher salaries rather than for
more instructors or professors. It cannot be too strong~y emphasized
that work for superior students cannot be successfully directed
by mediocre teachers"; ( 3) there may be a certain increase of costs in
books and library service.
To obviate a rise in expenses, enthusiastic members. of some
taculties have undertaken the supervision of honors work as an
extra load in order to make possible a beginning of honors work
in the college. This, however, has turned out to be unwise; "such
individuals must be protected from their own generosity, not merely
for their own sakes, but also for the sake of the work they are
doing. Unless the teacher is also growing, his pupils will cease to
grow." 1
•
The Committee recommends the following measures in order
to make honors work financially possible:
( 1 ) There should be a more selective and more closely knit
program of departmental offerings, which will release a certain amount
of time fot instruction in the Honors Division.
(2) Many of the honors seminars may also serve as senior
seminars for the Major Division.
( 3) The Trinity program should distribute over many departments the; honors seminars involved in the program. This distribu~
t

Aydelotte, p. 138 .
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tion is. recommended not merely for the sake of saving money, but
also because experience with honors work in other colleges shows
that the field of study should be wider than a single department and
has been most successful when it involves as many as three departments.
( 4) The benefits of the honors work to the student, the improved quality of teaching and research, and the pre~tige thereby
earned by the college suggest that the " development of the honors
work at Trinity is one of the best ways to achieve the aims of the
Smith Fund : "to further the opportunities offered at the College
in the study of History, Philosophy, La~guage and Literatur~".
The Committee therefore recommends that the Trustees consider
the use of a portion of the income of the Fund for this purpose.
INTERDEPARTMENTAL ORGANIZATION
Many of the problems discussed in this report extend beyond the
jurisdiction of any single department. This is true of the plans
for the General and Honors Divisions, and the development of interdepartmental courses such as that in the Classical Humanities.
Indeed, the general purpose underlying the whole Report is that
of integrating courses, especially those in allied departments, into a
more sympathetically unified program.
Success in the attainment of this end would perhaps best be
attained through setting up interdepartmental machinery. This Committee does not wish to recommend Faculty legislation for a divisional reorganization of our departments. But it does suggest that
the flexible interdepartmental relation already attained in our
Pre-Medical Group might profitably be extended to other general
fields, such as the social sciences and the humanities. Such an arrangement should at first be merely exploratory and informal ; for
example, representatives of several departments might meet together once a month at luncheon to discuss problems of mutual
concern. If experience proved the usefulness of these councils, then
the question of their translation into formal organizations would
arise.
APPOINTMENTS TO THE FACULTY
The success of any institution or program depends ·principally
upon the quality of those concerned in its activities. This is es-
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-pecially true of such teaching as has here been proposed for the
Honors Division. Therefore the Committee originally proposed,
..and the Faculty recommended to the Joint Educational Committee,
that the following procedure be used in the appointment of members
of the Faculty.
Before each new Faculty appointment a special committee shall
be appointed by the Joint Educational Committee. The function of
this special committee shall be to conduct a wide and careful search,
including advertising when appropriate, for the most properly
qualified and gifted candidates, in order to appraise their qualifica-..
tions, and to make a recommendation to the Joint Educational
Committee.
The members of each special committee should ordinarily consist
of the president ex officio, the head of the department concerned,
~ younger member of the same department, and qualified members
of some other departments. The secretary of the committee shall
make a written report to the Joint Educational Committee, and a
copy of the report shall be placed on file for the cumulative experi,ence it may offer succeeding committees.
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PART

II

Liberal Education

I
The Idea of Liberal Education
CHAPTER

Definition of Liberal Education:

It is difficult to define liberal education clearly, simply, and .
briefly. For the sake of this report, however, liberal education may
be roughly defined as the development of those powers of a man
which are peculiar to man, and common to all men. This excludes
special skills and includes the capacities of reason, imagination, and
communication, as the means to knowledge, judgment, and character.
These general qualities can be strengthened and enriched by
training, and training which has this avowed purpose is· called liberal
education. Training which is intended primarily to enable one to
earn a living is vocational or professional. Trinity College offers
both liberal and professional courses. Every professional course has
some liberal value, just as every liberal course may have some professional value, but in both cases merely as a by-product. The classification of a course should be determined by its purpose and the
method with which it is taught, not by its subject-matter. Entomology taught by a Huxley might well be truly liberal; Hamlet
taught in a teacher's training school or school of acting, or in a
university as linguistics, might be strictly professional. When in
doubt, colleges denominate courses as 'pre-professional',_ an ambiguous
and confusing designation. 1
1

What has here been called 'liberal education' is more commonly called an
education in the 'liberal arts'. This is a slightly confusing term, since the
'liberal arts' properly include the sciences, while -in campus jargon 'the
arts' include everything but science and possibly mathematic~. The word
'humanities' is often used as a synonym for 'the arts', the implication seeming to be that the sciences are inhuman. More strictly, the humanities are as
Webster primly puts it, "the branches of polite learning regarded as primarily conducive to culture; especially the ancient classics and belleslettres." Philosophy and history are often included. The writers of this report are all professors of the humanities, and are biased by that fact,
probably tending to over-estimate the importance of 'culture', and underestimate the value of teaching for more immediate and obviously practical
ends. But this does not invalidate the importance of improving liberal education in the colleges.
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Our conception of a liberal education is based on the fact that
the individual human being is a man, not merely an animal. As
man, his primary problem and essential function in life are not making
a living, or achieving some success in a career, or marriage, or
raising a family for the perpetuation of the race, or of all these put
together. His first, essentially human function is to live as a man
in terms of the good life for man-that is, the life which develops
his peculiarly human qualities. In this man is distinguished from all
the other animals, and in this respect "all men are created equal".
Not only does man alone consciously look before and after, but he
dreams and compares his actuality with his dreams. He envisions
, what-ought-to-be, and so judges what-is, rather than merely adjusting to things as they now exist. As a man his primary problem is
how to live the good life in making a living, in succeeding in a career•
in happy fulfillment in marriage, in doing all particular things in
the society of his fellow men.
Liberal education is primarily concerned not with special talents
or bents but with those qualities common to all men. This is because
the individual man is a developed personality only as he exercises
social activity, for, as Aristotle said, "Man is by nature a social
animal ; and an unsocial persop who is unsocial naturally and not
accidentally is either unsatisfactory or superhuman. • . . And any
one who is unable to live a common life or who is so self-sufficient that
he has no need to do so is no member of society, which means that
he is either a beast or a god." 1
Thus, as a biological organism, the human being is merely an
individual. But, as a personality, the particular human being is
social, for the nature of man is social. Quite literally, the man who
loves a woman, who loves and cares for his children, who is loyal
to his friends, who works for the welfare of his neighbours, fulfills
in these social values his own richer, fuller, deeper self. Hence, as a
man, the essential function of the individual person is to achieve
virtue and well-being in community. Liberal education has this
end directly in view.
·M an must come to terms not only with society but with the
universe itself. Man lives in nature, · ~nd is directly part of nature.
Here, within himself, at this one point, he is self-conscious nature.
He feels himself to be rational, to be spiritual, and to be able to
1

Aristotle, Politics, I, 1, 9-12 .
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recognize a difference between the beautiful and the ugly, the good
and the bad, the true and the false. In his cosmic setting, man has
the immediate sense that the universe itse1f reflects his own rational
and spiritual character, that at the heart of things the universe is
akin to him and that the human soul is not a stranger in the world
of life and nature. In the face of hostile happenings and evil events
which he must struggle to overcome, the developed person still has
an appreciation that his own longing for the true, the good, and the
beautiful extends throughout the universe and the underlying principle
of Reality.

In order to develop a human personality, then, liberal education
aims to develop those common abilities and that common knowledge
upon which the individual's achievement of his essential manhood
ultimately rests.
From this conception of a liberal education there follow at least
four practical corollaries. These are that liberal education has a
definable content, that it properly comes at a particular time, that it
requires a specific sort of teacher, and that it is essential to our
cultural form of living, which' we call the democratic way of life.
General Content:

In the first place, liberal education has a definable contcnt1
because it must include the develppment of all the abilities peculiar
to man, such as the methods- of communication, reason, and imagination, and their results in the knowledge of the true, the good, and
the beautiful, results which are prerequisite for the maturity of full
manhood.

As for the typically human abilities of language, reason, and
creative imagination, all three are essential and interrelated, and
are co-extensive with living itself.
From the facts that man is characteristically a social animal
and that a liberal education requires the study of man's relations
not only: to nature but also to his· fellows, it follows that language,
as the medium of communication between men and as the most
important tool of thought, occupies a central place in a liberal curriculum. A high degree of sensitivity to the meanings of language
l

For treatment of the various special areas of liberal educa,tion, see the following chapter.
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is indispensable. It is clear that a liberal education sllould give the
student a more adequate verbal equipment and should increase his.
ability to use that equipment. Further, this equipment and this.
ability should be given in such a way that the student recognizes.
language as the unifying medium of learning in all his studies in all
departments; the problem of the communication of meaning, especially
in accurate reading, is a constant and all-pervasive problem.
"This importance of language in education, as in life, cannot
be too highly emphasized. Without language no man could communicate and so compare his own experience with another's; every·
one would be confined within his own private self, and no common
world of activity, interest, or communion would be possible." 1 All
objectivity, in contrast to the primitively private and the subjectively personal, depends upon language and communication.
Although living speech is the most highly expressive, the written
word is by far the most important medium of communication. Consequently, a mature man must be able both to write clearly and precisely and to read with comprehension. Mere literacy, such as the
ability of the majority to "make their way more or less ignorantly
and uncertainly down a printed page", is not enough. "Reading implies a use of the reflective faculty", 2 and clearly intelligible communication presupposes well-developed intellectual abilities.
It is characteristic of man that he thinks about his proble~s
largely in terms of words and meanings, in contrast to the animals
who apparently "think" with their legs, or noses, or active movements of some kind, as a rat runs in a maze. While the problems
which man must face are multiple and varied, the solving process of
reflective thinking is essentially the same for them all. This general
form is most clearly developed and most rigidly adhered to in scientific
method. But while the scientist's method of "observation, classificatioQ, .deduction, verification, and prophecy is almost unique in its
disinterestedness'',3 it is simply a particular application of reflective
thinking, which is the rational and human way of dealing with
problems in the social sciences, history, art, religion, philosophy, and
practical living, as well as in science. Consequently the ability to
Greene, Means, and Myers: Tiu Unity of a Liberal Arts Education, Assoc.
of Amer. Coll. Bulletin, May, 1941.
2 A. J. Nock: Memoirs of a Superfluous Man, p. 39.
3 Mark Van Doren: Liberal Education, p. 136.
1
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think correctly and validly is fundamental for the higher, richer
development of human personality.
Such rational thinking is not merely the ability to think with
selected facts. Perhaps even more important is the ability to think
with values, in the sense of critical and reflective evaluation. "One
may be able to think with facts, try them out in the mind, silently
following a pattern similar to the famed 'trial and error' behavior
of animals, but such is not evaluative thinking. That is, a man may
be able to figure out his way, in the face of given conditions, to the
fulfillment of a desire, as Boccaccio's clever hermit managed to do
with the pious and innocent young girl, without having any real
understanding of the values involved." 1 There are many highly ·
rated graduates from our universities today who have great facility
in manipulating facts, in research or in scholarly investigation, but
wh~ are unable to think deeply or successfully about the values of
what they are doing. Our education has tended to produce men who
are good in their particular business or profession, but not good in
the essential task of unifying the personal with the common good,
of l.lniting science and economics with religion and ethics. As a
rational being, man seeks the higher of two alternative values or
the highest among many, in order that he may live a fully human life.
In this effort, educated man must use his imagination. Thinking is neither exclusively verbal nor purely abstract. It also employs
sense-images in recognizing similarities and differences, in discriminating between legitimate desires and ungoverned passio~s, and in
understanding other men. All men possess imagination, but it can
be trained, developed, and enriched by education.
Thus, while all men possess some ability to recognize like ~lements
in dissimilar phenomena and to recombine recognized, and subsequently abstracted, elements into new wholes, this ability is developed and trained by actual use in the natural sciences. And, since
this ability to notice resemblances and to recombine like elements
into new wholes is, psychologically, the same process or activity
whether it be .found in science, or in poetry, ot in personal relations,
it is deepened and enriched through experienced exercise in literature,
fine arts, and philosophy. Further, in the realm of action, the finer
ethical sense depends upon a richly developed imagination. Probably,
1

B'. W. Means: Co/1191 Education-Whyf, General Magazine and Historical
Chronicle, University of Pennsylvania, October, 1937.
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far more than by logically evaluated ends and goals, moral choice
is determined by our imaginations, by the pleasure of reflective approval or the pain of reflective disapproval of our potential actions.
And through this same imagination, we are able to understand
others; however like or unlike ourselves. Especially is this important
now when, more than ever before, room must be found in ' the world,
and a place must be made in our inner respect, for all kinds of
men and many varied ways of living, in the West and in the East,
as part of the one world of men. Imagination is the greatest foe
of regimentation and the deepest source of understanding. Consequently, for the develol)ment of human personality, imagination is
equally important with language and reflective thinking.
These distinctively human activities are exercised, and under
favorable circumstances enlarged, in all studies and throughout life.
But their intentional development and discipline is the business of
liberal education, which is concerned with the powers common to
all men, rather than with the particular subject-matter of advanced
studies or the particular qualities and vocational skills of individual
men.
While the cultivation of these human abilities is one of the
primary activities of liberal education, it must be recognized that
they are not performed on nothing. Of necessity they hav-e content.
Liberal education is concerned with the content proper to man as
man. Just what is here consider.ed to constitute this content will
be developed more fully and specifically in the succeeding chapter.
But in general it consis.ts of the knowledge necessary for an understanding of nature, of man, and of man's relation with man and the
cosmos. This knowledge can be gained through the natural sciences,
which deal with physical phenomena and show the causal behavior
of nature; through history, which interprets the great forces and
motives of social development in temporal sequence ; through the
literatures of the world, which embody the rich, evaluative experiences of men ; through the arts, which likewise, though without
words, communicate· the appreciative insights of men; through philosophy and religion, which attempt a unifying interpretation and
appreciative understanding of life as a whole. Here all the best that_
man has thought and created is found in the great achievements of
the race, in all fields and at all times, from the earliest down to the
present. For a liberal arts education, the attentive study of these
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"classics" leads not only to a "disciplined mind" but more especially
to an "experienced mind", for these are "the great works in which
meaning has been given to the ideal statement that human life is
itself an art." 1
The liberal arts curriculum is concerned with that p,rt of education which cultivates in the individual man that which is common
to all men. Therefore, it is one course, composed of a few funda·mental studies. Man lives in one world, and he lives with fellow
men. As a man he is necessarily concerned with various aspects of
experience, which are distinguishable but not distinct, being always
interconnected and inseparable. In liberal education these distinguishable aspects, while retaining their identity, should constitute
a unity. In man's investigation of the world, the growth of human
knowledge has for centuries progressively necessitated a division
of intellectual labor. Carried over into institutions of higher learning, especially during relatively recent years, this has resulted in
the division of human knowledge into departments. This is entirely
fitting for advanced studies, but if the different departments in the
undergraduate college are regarded either by the teacher or by the
learner as being concerqed with radically different subjects, then
their view of learning·, is distorted. The liberal arts college is one
college rather than a group of \:Olleges, such as a college of physics,
a college of chemistry, a college of history, and so on, or even a college of science and a college of humanities.

In the liberal arts college, if departments are maintained for
the sake of convenience, it should nevertheless be clear that the fundamental studies of the one curriculum cut directly across all d~partmental boundaries. Neither the particular human abilities of communication, reason, and imagination, nor the true, the good, and the
beautiful can be claimed for any one department or be arbitrarily
broken up into exclusive units. For the knowledge necessary to an
understanding of nature, of man, and of man's relation to man and
the cosmos, such subjects as history, literature, science, and philosophy
are co-extensive with each other and cannot be mutually isolated ·in
compartments. In order to meet this requirement neither elective
sampling nor sincerely synoptic survey courses are in any way ade•
quate. The few fundamental studies proper to the education of man
1

Van Doren, Liberal Education, p. 136.
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as man cannot admit discreteness of subjects, neither can they be
:shackled within d,epartmental bounds.
Unfortunately, liberal education here encounters a practical
difficulty in the false "fence" which has been erected between science
.and the so-called humanities. Certainly there is no proper conflict
between science itself and the humanities. Both are essential, inter•
related ingredients in a liberal education. While, in a sense, man in
nature is the subject-matter of them both, if some dogmatic distinction must be made between them, science may be said t,o deal
with those situations where values "can be eliminated from the
frame of reference" whereas the humanities are concerned with
those situations "where value judgments are by necessity involved." 1
In this sense, the sciences are descriptive and factual, while the
humanities are evaluative and historical. Science seeks exact anf
fruitful information concerning the existing world of nature, what
it is and how it functions. The humanities are concerned with the
rich evaluative experience of the race. Both, however, are human.
Both are concerned with the understan~ing of nature, man, and man's
relation with man. That is, both seek wisdom.
But the "fence" exists, and, as l~ng as it stands,. truly liberal
,educ~tion is practically impossible. That is a crucial difficulty which
no amount of agile fence-hopping on the part of the student can overcome. This "fence", with its pointed pickets often re-enforced with
·a few strands of rusty barbed wire, has been wilfully, if blindly,
erected. That men in the humanities and men in the sciences have
both been at fault makes no difference. The practical point is that
it renders the best imaginable liberal arts curriculum little more
than a paper plan. Actual interconnectedness and unity are essential
for the content and form of liberal education. Unity can be achieved
-only through sympathy between those who realize that they are all
striving for a single common end : to impart a liberal education.
The Time:

If liberal education is "a preparation for living, rather than for
getting a living", 2 then it follows that besides having a definable
common content liberal education comes at a particular time. Clearly,
1 J.

B. Conant: The Ad"'anctment of L,arnin9 in the United States in the

Post•War World, Science, Feb., 1944.
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Nock, p.
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the education of man as man belongs at the beginning of manh~
after youth has received elementary and preparatory training. It
largely, though not exclusively, precedes education for particular work
or a professional career.
There should be no question that this education ia so exceedingly useful as to justify the time and expense necessary for attaining it. Just how long is actually required, perhaps two or three
years rather than the customary traditional four, and at just what
time it should take place, perhaps in the last or even the last two years
which are now ordinarily occupied with elementary schooling, are
problems which need careful consideration. Thus, it is freely admitted that under customary conditions American youth matures
slowly by comparison with British and continental youth. And the
-exigencies of war, making heavy demands on our young men, have
shown t~at this is probably an artificially prolonged adolesce~e.
In any case, there can be no question that a certain time devoted
to the education which develops human personality and frees. the
individual to fulfill his proper nature is practically justified~ This
report tentatively assumes the continuance of the equivalent of the
-customary four college years.
The Teacher:

Such education implies a specific sort of teachers, namely those
who have been called "liberal artists". Proverbially the blind do
not make the best leaders of the blind. The education of man pre-supposes a man who is educated. The liberal arts teacher has a
unique function in the realm of education, and the proper fulfillment
-of this function requires general even more than specific abilities.
He must have within himself something of "the run of twenty odd
centuries of the mind's activity" 1 in order to know and to appreciate what is excellent and to hold contempt for the humanely base.
His is the largeness of mind which makes him a lover of the vision
-of truth. He "must endeavor to take up into himself all the abilities of the time, all the ~ope of the future". 2 He must be a man of
-character and courage, who loves and respects his students.

In President Conant's metaphorical language, the liberal arts
teacher is primarily concerned with poetry and pltilosophy rather
1

.2

Nock .
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than with the fields of accumulative knowledge. That is, his real
concern is with values rather than with "facts". Ideally, perhaps,
the liberal teacher will create a classic of his own. But gods among
men are unpredictably rare. Practically, at least, he will embody
in himself and intelligently communicate the classic achievements
of the race. Therein lies his truly liberal scholarship, and such,
ideally, is the liberal arts teacher. 1
But here again, just as the true, the good, and the beautiful,
together with the h1J.man abilities of imagination, reason, and communication, cut directly across all departmental lines, so the liberal
arts teacher must not imprison himself, his thinking, or his teaching,
within a departmental boundary. It is too much to hope that the
liberalization of teachers will attain the point where all of them
are teaching "all of the things the studeqt learns". 2 But at least
the departments themselves can give up any embargo on the interchange of ideas and establish something approaching scholastic
free-trade among them. Until ' such a time as teachers in science
and teachers in the humanities achieve a common understanding in
a community of thought and ideals transcending all departmental
and divisional boundaries, a unified liberal education is but an empty
dream-an ideal pattern laid up in heaven, without a practical foundation in the college world.
Democracy:

Finally, this liberal education educates men in the knowledge
and the understanding which constitute the subs.tance of the democratic way of life. As a people we have a great common heritage,our common ideals, inherited from the great tradition of Western
civilization developing down the ages. The core of this civilization
is the Graeco-Christian principle of the intrinsic dignity and worth
of the individual man. In it is found the equal right, and the duty,
of all men to develop their own best personality by their own initiative
and self-responsibility. From this basic principle, there follow the
three democratic corollaries of equality, of freedom, and of individualism.
Here the doctrine of equality does not mean that all men by
birth are equal in inheritance, in intelligence, in potential ability,
1
2

Compare the depiction of the effective teaching of literature, on pp. 58-59.
Van Doren .
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skills, and so on. That is simply not true to fact. But it does mean
that all men, while unequal in many ways, are equal, not in capacities, but in all being men, and, consequently, are equally entitled
to the development of their own personality in achieving the good
life for man.
The freedom necessary for the self-responsible development of
personality does not mean freedom from all restraints and all dutiful
responsibilities, freedom to do as one happens to please. Rather
it is freedom for personal self-development, without which man
cannot be a man but is reduced to an enslaved animal, or, worse
yet, to a thing.
Individualism here does not mean personal self-expression, to
act selfishly for oneself while the devil takes care of the rest. It means
respect for personality, both in oneself and in others, because each
man is an individual of intrinsic worth. It means that no man can
rightly be exploited, used m,erely as a means to another's advantage,
but that all men must be valued and treated as ends in themselves.
From this principle and these corollaries, it follows that the
state properly exists for the welfare of the individual as an individual.
Its primary function is to protect the individual from exploitation,
from tyrannical restraints, and' from prescriptive regimentation, and
then to ensure for him that positive freedom of opportunity which
is necessary for his own achievement of the good life. Both theoretically and in terms of past experience, only the democratic form of
government "of the people, by the pcmple, and for the people" is
cons_istent with the principle of human dignity and the instrumental
character of the state.
Nevertheless, the democratic form of government is only an
instrument, which requires intelligence and character to operate it
for the welfare of the people as their servant. Otherwise even the
democratic form can go astray, and, as history has shown, the
majority can be "as unjust, tyrannical, brutal, barbarous, and as
cruel" 1 as any dictators. Belief in the potential ability of the majority
of Americans to govern themselves remains the essence of Jeffersonian
democracy, but Jefferson's practical demand, that everyone must
have as much education as one is capable of, has too often been
1 John

Ada~, Defense of the Constitution of Government of the United 9tat,s
of America, 1787-1788, VI, p. 10.
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neglected. Democracy depends upon the education of the people, and
· especially of their leaders, in "whatever concerns man" as man.
This is because the proper functioning of the democratic form,
in terms of representative government and decision by the majority
vote, is impossible without a community of purposes and ideals,
founded upon common knowledge and community of interests; arid
democratic education functions primarily as the means to this end.
Where such a community of knowledge and interest is lacki~g,
democracy becomes impossible. Decisions then made, even under the
democratic form of voting, are simply the interest of the majority,
resting upon brute force or the force of numbers, whereas ideally
the majority vote represents the collective judgment as to the practically right and the good.
This substance of -true democracy cannot be achieved through
the economic difference of classes, with conflicting interests however nicely balanced by the force of government, or even through a
common economic class, however paternalistically regimented by
a · beneficently totalitarian state. The substance of democracy is
con~tituted by a society of free men, who, as developed persons,
are seeking the good life for man in social cooperation and who
govern themselves in terms of their common knowledge and common abilities. For such a society, liberal education is the primary
instrument, and only in such a society which, implicitly at least,
accepts and fosters belief in the human dignity of man, can this
education flourish. Witness the totally conflicting ends. to which
the totalitarian states have effectively used their education. Liberal
society and liberal education are interrelated and mutually dependent. Practically, much education is gained informally from
man's environment, especially the family. It includes "trial and
error" experience, sometimes quaintly said to be the best teacher.
Pre-eminently, however, it is gained from intentional and formal
schooling, from the elementary stages up to vocational or professional education. But in the total pattern of education, only
liberal education effectively prepares man for the right functioning
of the democratic form. This is because liberal education alone
effectively cultivates "the sensitivity of young people for the rights,
obligations, and the dignity of the individual". It alone effectively
prepares the~ "for freedom and the good life" .1 Liberal education
1

T. M. Greene, Liberal Education Re-Examined, p. 39 .
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achieves this preparation of men, and of the leaders of men, through
developing the distinctively human abilities by teaching the knowledge necessary for a social person of mature dignity and intrinsic
worth:
Unfortunately, throughout the relatively recent past, in the
preoccupation with the tremendous achievements of science and
the universally intensified materialism of its applications, the foundation of the democratic way of life has been neglected. Modern men
have progressively disregarded man's deepest realization throu~h
the ages that . the true values of living are more important than the
instruments of life. Caught up in the superficialities of rom~ntic
naturalism, enjoying a glib humanitarianism, and trafficking in
expediency, modern man's "too easy conscience" has misled him. He
expects the techniques of civilization not only to provide the cure
for all social and political ills, but also to guarantee happiness and
complete fulfillment to all men everywhere in the world. In this
expectation, modern men have confused the material shadow of
existence with the spiritual substal)ce of living.

.1Now that the democratic way of life is .more than seriously
threatened, it is not enough to idolize an empty form as an end in
itself. Certainly the urgency of events is great, but first, for creative
action, 'the true meaning of democracy as an instrument of spiritual
d'ignity must again be realized. Toward that realization, the present
widespread re-examination and re-inspiration of liberal education
is most essential and highly hopeful. There is no more necessary
and no greater contribution which the colleges of America can
make to the cause of humanity throughout the world, in these
crucial years, than to achieve the regeneration of liberal education.
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CHAPTER

II

The Content of a Lib«ral Education
This chapter intends to show how the general concept of a liberal
education, described in the preceding chapter, has been applied in
.~lecting the areas of knowledge from which courses were to be
required for the B.A. degree. These short studies are intended to
form connecting links between the fundamental spirit animating
this Rep0,1t, and its applications in the specific requirements. What
follows is to be read neither as attempts at philosophizing on the
nature of the areas in themselves, nor as complete defenses satisfactory to their professors, but simply as attempts to view them
.as -the materials used in the construction of a liberal education.
SCIENCE
One of the differences between scientists and humanists ( to use
convenient terms) springs from their approaches to Time. The newest science is the best science; the newest art ( including literature)
may well be most interesting to us, since it is specially addressed
tQ us, but the chances are that it is not the best art. The progress
of science is marked by a series of syntheses or theories, each amending or displacing all former theories on the subject. Consequently
the scientist is trained to place very little value upon old scientific
books, which have outlived their usefulness and retain only the
curious value of antiques. It is easy for him to retain this opinion
when it is a question of works of art. He knows that no one believes
in the history in. the Aeneid, or the cosmography of Dante, or the
theology · of Milton, any more than in the elemental spirits of
Paracelsus or the phlogiston of Priestley. The history of science is
of negligible value to a scientist as scientist, and it is .natural that
he should not feel strongly the value of humanistic learning, which
is so largely historical in approach. 1
1

Scientists' criticism, that the humanities spend too much time on the past, is
sometimes justified by the way in which they are taught, as though with a
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This difference exists because scientific knowledge is strictly
cumulative, like the ascent of a mountain. The slow rise of the·
foothills can be forgotten, the old misadventures on false trails
can be regarded with contemptuous amusement, because we are
only interested in our goal-the summit. And each generation of
scientists starts climbing at the point where its predecessor left off.
Unfortunately, each individual human being starts exactly where
his father and his father's father started, as a baby, and must
recapitulate the same stages of emotional and character development.
These attainments he can not hand on intact, like scientific information. If he is very gifted, he may leave hints and fragmentary
records of his progress that future generations find illuminating
and inspiring. But the substance of art, literature, and even philosophy is not cumulative except as they depend upon science. Perhaps
when psychology gets out of its swaddling clothes ( considering some
of its applications, rompers might be the better word) aesthetics.
will become comprehensible, and the arts may be cumulative and
not merely accumulating.
Ope consequence of this qifference is the uselessness of the
humanists' frequently expressed hope that scientists will humanize
science by tteating it historically. Akin is the · newest scheme for
having undergraduates get their science by reading Aristotle's Peri
Thaumasion Akousmaton and their mathematics through Newton's
Principia. No, in the classroom the scientist should, with few exceptions, stick to his facts and the present ideas abo"ut those facts.
and their relations to men. 1
Moreover, the study of science can in itself be character-forming.
Experimental facts must be honestly reported, with the minimum
of that mere "opinion" so disliked by Socrates. The surest way for
a scientist, or a student of science, to lose his reputation is by not
telling the truth, and he is almost invariably found out. Science
also demands exactness in word-use. The student discovers painfully
too literal obedience to the injunction, "let the dead bury their dead". But
poor teaching can be found in every subject. The humanities in our civilization are what memory is to the individual, not only interesting in itself but
necessary. It is knowledge of the past that makes the present intelligible;
- either one without the other is meaningless. Pericles, when the subject of
good teaching, is as up-to-date as penicillin.
1 This does not imply that scientists and historians might not advantageously
cooperate in a course on the Hi11tory of Science, or scientists and philosophers in one on Scientific Ideas.
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that he cannot say substance when he means element, or speed when he
means velocity. This moral lesson is complementary with that to
be derived from translating a foreign language, where the aim is not
to be literally exact, but to be faithful to the spi~it.
This contrast in exactness of word-use is merely the result of
a deeper contrast. Clear-cut precision and definiteness of thought is
possible when dealing with nature as science does. For example,
a scientific instrument at first sight may be astoundingly complex,
but it is made up of a definite number of simple, explicable parts.
Man is not thus constructed, bq.t is a synthesis of something like
an infinity of possibilities, none of which is understandable when
. separated from his whole personality. Therefore, humanistic studies
.cannot be as exact as scientific studies without being not only
dogmatic, but wrong. This definiteness of science may be a philosophic illusion, but it is. a blessed illusion for anyone who turns,
say, from defining the romanticists to defining the felidae.
This is why the scientist should not expect humanists to teach
with his own precision and definiteness and impartiality. They
can't do it, because their subject matter is so complicated that they
don't know enough about it to be wisely definite. There are at
least two sides not only to all of their questions but also to most
of their answers, while such questions and answers hardly exist in
the teaching of science. For instance, John Stuart Mill's famous
treatise "On Liberty" has long been regarded, at least by literary
people, as a masterpiece of precision in argument and expression.
But when it is compared with a strictly scientific paper, Mill's is
about as impartial as a good lawyer's defense of a client he earnestly
believes to be innocent. Its value is really hortatory. This is obviously
not because Mill could not reason-but because no one can state
the exact proportions of Liberty and Authority in a society, as one
can those of oxygen and hydrogen in a · given compound.
· There is less immediate danger to liberal education from the
misunderstandings in the Faculty, than from the prejudices of the
studertts. These prejudices are not infrequently as violent as they
are unreasonable. Many American boys despise the humanities because of uncultured home environments, because of ·the feminized
and effeminate teaching of literature in secondary schools, and because
of the immense pull of this mechanized age. Also, a far greater proportion of young men naturally are attracted to horses, or auto-
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mobiles, or airplanes, than have an equal interest in art1st1c or
philosophic matters. Judging from Aristophanes, this was as true
of Athens as it is of Hartford or New Haven. On the other
hand, a smaller but still considerable number of students come
to college with a hatred for science, or at least an active repugnance
to having any of it taught them.
The character of much of the t'eaching in liberal arts colleges
has only increased these antipathies. The proliferation of science
has necessarily been attended by specialization on the part of its
teachers. Too often, this has been gained at the expense of their
interest in the branches of science other than their own, and, not
infrequently, with the obliteration of their interest in the humanities. College teachers thus limited naturally give courses aimed
primarily to train specialized scientists like themselves. Consequently there has been little resistance from the teachers of science
to the increasing demands for professional training in the colleges.
Students have seen no cause to object, because of the abundant
commercial opportunities open to those possessed of only scientific
training. As Randall says: "The natural result of this professionalizing of the scientific studies is that students who today want a
liberal education hate the sciences, as a generation ago such students
hated the classics--and for much the same reason. And college graduates who have not 'specialized' in a science know far less about the
sciences, and are far more untouched by what the scientific spirit
may accomplish in a truly liberal education, than w~re their fathers
or grandfathers. This is immensely unfortunate, both for 'liberal education', and I fear, for the sciences themselves." 1
On the other hand, the teachers of the humanities have little
to boast about. Even students sympathetically disposed have been
repelled ' by the illiberal way in which they have been taught. To
quote Randall again, "Two generations ago the classicists, haviI)g
long subordinated 'humanitas' to the teaching of the 'dead' languages
... went in for scientific language study in a big way ... From this
narrow specialization the classics are only today recovering. But they
must still ,face and overcome an immense and justified prejudice."
Much the same sort of accusation could be levelled at the teaching
of the other branches of the humanities. The most hopeful sign today
1

John H. Randall, Professor of Philosophy at Columbia: "Which Art tht
Libtraling Arts1", The American Scholar, Spring, 1944.
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is that the humanities teachers themselves are increasingly dissatisfied with their results. Many young and some older faculty members are reconsidering means in the light of ends, and no longer
try to turn their subjects into pseudo-sciences, or are content to
wear self-installed departmental blinders and conscientiously check
any trespass into adjoining fields.
Advice on how to teach science not primarily to train professional
students but "to free the mind and educate men" is not apt to be
profitable when it issues from those not themselves teachers of science.
It might be said, however, that it is coming to be realized that any
teacher, no matter what his subject, who is interested exclusively
in his own specialty, with no interest in any art or field of thought
but his own, cannot teach liberally. It is not only to the undergraduates that the principle of balanced concentration and generalization applies.
M. S. A.

THE SOCIAL STUDIES
The social studies--history, economics, political theory, anthropology, sociology, and the like-taken together constitute a discipline
whose subject matter is man considered in relation to other men.
So far as the group behaviour of men manifests regularities and
divergencies which can be observed and tabulated with some degree
of precision, so far as the behaviour of groups and of individuals in
groups can be shown to be the effects of given causes, and so far
as investigators in the field can remain severely impartial and can
devise precise methods of investigation, just so far can the social
studies be called "sciences". But groups of men do not readily lend
themselves to investigation by means of controlled experiments and
it is generally true that the larger the group the greater the difficulty of control. It is therefore clear that the methods of investigation typical of the physical sciences are only in part applicable to
the social studies. Indeed, it is questionable whether those methods
are applicable to the social studies at all. 1 In any case it is clear
·1

For, as W. Dilthey says, "Die realen Kategorien sind .. in den Geisteswissenschaften ( those disciplines which are not natural science) nirgends dieselhen als in den Naturwissenscbaften" (the natural sciences). However, continues Dilthey, the Geisteswissenschaften do tend to borrow the methods of
the latter, owing to the seniority of these latter disciplines, despite the fact
that their respective Verfahrungsweisen (methods of investigation) differ
ab initio .
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that neither the description of phepomena, nor the formulation of
"laws", nor the control or prediction of events in the social studies
has achieved the accuracy that it has achieved in the physical sciences.
There is, furthermore, no sure ground for believing that they
will ever achieve that accuracy. For, even if investigators should
become exactly acquain~ed with all the racial, environmental, economic and other data that may be formulated "scientifically", their
formulation would still not be complete and they would still be
unable to predict the outcome of the interaction between the forces
which those data represent. The one most important factor would
remain unkown to the investigator as it is unknown· to the human
individuals whose conduct is under investigation; this factor is the
actual response of the individual or of the group to the challenge
offered by the situation. 1 The social studies are therefore manifestly
different, both in the methods proper to them and in their subject
matter, from the physical sciences. The di~pute over the goals and
methods and value of social studies-and the dispute is perhaps greater
in these than in any other academic studies--arises from the youth
of these studies and from the very great complexity of human
nature. A man is, to be sure, a physical individual and his body and
fragments of his behaviour may be studied by the physical sciences ;
but he is also a self-conscious and spiritual personality having ideals
and purposes and, as such, differ$ essentially and fundamentally
from other lumps of matter both organic and inorganic. No adequate
understanding of society is possible unless the distinctively human
traits be taken into account.
When this is done, the elements of purpose and value are seen
to bulk very large in human behaviour. It is through the inclusion
of these elements that the so<:ial studies are related to the humanities
and, above all, to philosophy and religion. Indeed, a thorough-going
economic theory or system can not avoid some appraisal of ends,
some critical evaluation of purposes, some further non-economic
evaluation of .economic processes and of merely economic values.
Or, in other words, a thorough-going economic must also be an
1

For example, the large group of Oxford and Cambridge students who, in
1937 and 1938 and after careful consideration and in all earnestness, pledged
themselves never under any circumstances to fight for King and Country,
simply did not know in advance what their response would be when they
found their country in a state of war; nor could any impartial onlooker have
known.
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ethic and a philosophy,-witness the work of a Marx contr'asted
with that of a Keynes, or a book like Tawney's "Equality" contrasted
with a college text. Similarly with political theory and the other
social studies: so far as they are fruitful and complete just so far
do they tend to overstep 'departmental' boundaries and to merge
with other studies.

It is for this reason that the socia, studies lend themselves most
readily to a divisional rather than to a departmental organization
in an academic curriculum. Indeed, a consideration of the facts that
none of them can be pursued in vacuo, that to study economics, for
example, as if it had no relation to history and politics and psychology,.
or history as if it were quite independent of economics and religion,.
leads to the conclusion that none of these social studies are, independently and in themselves, intelligible fields of study. From this
it follows. that the divisional organization of the social studies is the
only curricular organization proper to them. They form a relatively unified and coherent whole; hence to break them up into separate departments and into courses strictly within departments is to
distort the meaning and impair the fruitfulness of those studies.

E. D. M.
LANGUAGE AND LITERATURE
The study · of language and literature has formed since ancient
times the backbone of a liberal arts education. The need for tJ}e
verbal expression of skills and of thoughts. ranging from the brasstack world to the transcendental frontiers which man explores
with his insights, imposes on education the obligation to train the
individual in the use of words. The problem of communication includes not only our native tongue but those foreign languages which
are important tools in the pursuit of knowledge and also embody
the major part of our tradition. Furthermore, some mastery of
his language is a minimum requirement if the citizen of a democracy
is to distinguish truth from propaganda, and if he is to persuade
others of the truth of his convictions.
The use of language and literature to achieve these social and
political ends is only one of the important purposes of the study of
language. We have already seen ho~ an impelling urge to be man
is at the basis .of man's desire to transform existence into the good
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life. This urge manifests itself in man's love for knowledge, a love
which sends him on intellectual and spiritual odysseys to push back
the frontiers of darkness. Success in these adventures depends in
large measure on language, as the means for attaining arf understanding of literature. .The tendency in the late nineteenth century
to consider classical literature merely as material for the study of
philology and grammar was one reason why the classics fell from
their true estate, which is humanism. The proper relation of grammar to literature in a liberal arts college is that of means to ends,
and a distortion of this relationship can only lead to a truth stated
long ago: "the letter killeth".
The study of literature may serve several purposes. Foremost
among them is the delight which attends the questing mind in converse with the great minds of the ages. This delight interfuses other
ends such as the growth in wisdom, understanding, taste, imagination, and character. Potencies within us burgeon at the quickening
warmth of great ideas and emotions. This development, as Plato
said, is the result of dwelling from youth "in a land of health, amid
fair sights and sounds, and receiving the good in everything ; and
beauty, the effluence of fair works, shall flow into the eye and ear, .
like a health-giving breeze from a purer region and insensibly draw
the soul from earliest years into likeness and sympathy with the
beauty of reason". Conversion, therefore, to the true, the beautiful,
and the good constitutes the greatest end in the study of literature. •
How is this conversion to be attained? Though it be difficult, whenever it is attained it is the product of an activity which
includes the student, the teacher, and a masterpiece of literature. To
enter into this relationship the teacher must become "a liberal artist''
who must strive to perfect himself in this art as do artists in other
media. His training should possess depth and breadth not only in
his special field but also in life as a whole--which indeed is the
province of literature. Acquiring the values of literature is difficult
and a student soon should get an intimate realization of the truth
in Hesiod's "Before a man can reach excellence, the gods have
ordained that he must sweat". Powerful ideas are embedded in a
great classic of literature, and class work should consist of a joint
adventure in first finding exactly what the author said, and secondly
what it means to us. This is not easy; let one wish and aspire all
he can, he never can be a master of the spirit until he has mastered
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the tools. Grammar should become for the student the scientific investigation of exactly what the author says, and it will not be long
before he will find out that the correct gathering and classification
of facts' is the first stage in everything else he does. Grammar, furthermore, as syntax, the art of putting things together in a reasonable
structure, should be expanded by the teacher from words to ideas.
Grammar and syntax, as the study of form, become the stepping
stones to understanding the part form plays in the beauty of the
author read. This leads to an awareness of the beauty of a classic,
and of the limitations of translations which "short-circuit" the form
of ideas; and finally it may lead to awareness of the inseparable
relation of matter and form, and of how mind works through form.
Grammar is an illustration of the purpose of all teaching in liberal
education: a leading from the grammar of language to the grammar
of life, an induction from the learning of parts toward a comprehension of the whole. Thus one's growth in the study of literature
should be an ascent toward the universa1, which is what Plato meant
by education.

In the ascent from the particular to the universal. one must go
from fact to meaning ; the ·student should know the facts and the
teacher should illuminate them. A great many of the choice ideas of
literature are expressed in certain key words such as virtue, wisdom,
soul, and beauty. In order to show what these words mean the
' teacher should launch on what Whitehead has called "the adventure
of ideas". He should take a word or idea, explain it in the context
of the text, of its author's mind; then knowing that the "mind's
way is round about", he should cut across the centuries, across departments and literatures, and come to the present, focusing all
the light of tradition in order to help explain and understand our
life. For example, he should explain how some of our major ideas,
e.g., democracy, are "Hellenocentric"; how the Graeco-Roman tradition, embodying so much of the best that has been taught and expressed, has molded the present and will continue to operate because
of its timeless ideas and timeless emotions.
The teacher revolves the many facets of a work like the A gamemnon of Aeschylus until its beauty--shooting, as Goethe says, with

slow arrows--shines forth as a memorable revelation. The strangeness of the conventions of Greek: drama fade at the tQuch of his
interpretation, and the half-revealed and half-concealed genius of
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Aeschylus, engrossed with the problem of crime and retribution,
permeates the student's mind with the feeling that he is face to face
with the greatest of art-that is, he is made to realize his own·
fundamental problems. The elucidation of the text consists not
chiefly of grammatical and textual points. The teacher should strive
to possess the gift of re-creation, of making live again authors who
at first seem remote from our age. Homer, Sophocles, Plato, Virgil,
Dante, Shakespeare, Milton, and Moliere come to life again because the teacher, like Odysseus in the underworld, gives them offerings of his own heart's blood.
The teacher should make use of the vividness and vitality possessed by the spoken word ; as much as possible his .teaching should
be conducted as if he were conversing with the student. The discussions should be punctuated with questions, puzzled interruptions,
contributions of different points of view. Seated with a small group
around a table, he aims to turn the class into a sort of Socratic
circle where friendship and enthusiasm for the work to be done fill
him with the joy which good teachers know. Some of the very
qualities of Socrates' teaching are his; he realizes the subtleties and
complications of truth and therefore dogma has no place in his
teaching. Possessed of a pious humility, considering himself merely
as an interested spectator of all time, he makes his students feel
Jleracleitus' dictum: "Travel over every road, you cannot discover
the frontiers of the soul". Having spent his life with choice ideas, he
is filled with certain convictions about them, and this tells in his
teaching; he feels a faith that the good will prevail despite the
wrongs and woe in the world about us. Undaunted by the rise of
sophistry in modern education, he makes no compromises, offers no
substitutes. Attuned to the sure music of his values, he is happy in
showing how literature embodies "the grandeur of the wider truth
arising from the very nature of the order of things"; how the GraecoRoman and Christian traditions give form, substance, and inspiration to movements, creeds, literature, and thought. Attending all this
intellectual activity is the goddess Peitho, Persuasion.
The receptive student will not merely enjoy literary ideas passively; he wants to do something with them and himself. The seed
of many a career is sown by converse with the great minds of the
ages, though they may not be re-read after college. The student carries away with him a sense of proportion, a feeling that life is so
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short that he has time only for first-rate things. Slowly he finds
shaping within him a philosophy of life which will have a profound effect on him all his life. He knows that he will rarely be
lonely because he has learned how to read; how to enjoy ideas. Freed
from the fallacy that only the new is good. he learns the value of
tradition-that it gives a criterion for distinguishing the ephemeral
from the permanent, opinion from knowledge. The ideas of literature give him a faith by giving him a clue as to how spiritual things
can move and shape material things. They fill the chapel of the soul
with great spirits who teach him to pray with Socrates: Beloved Pan,
and all ye other gods who haunt this plac~, give me beauty in the
inward soul ; and may the outward and the inward be at one. May
I reckon the wise to be the wealthy, and may I have such a quantity
of gold as a temperate man and he only can bear.
J. A. N.
THE ARTS
Creative imagination is responsible for great art. It utilizes a
sensory medium and an integrating form to express meaning, largely
inexpressible in words. Bound together into a harmonious whole,
the physical qualities of the work of art may be directly enjoyed.
This aesthetic delight constitutes its external beauty, and this is
the customary connotation of "the beautiful".
But, by this harmonious exploitation of form and medium the
work of art expresses meaning, and communicates to others what
the artist "means". What the work of art is about constitutes its
subject-matter. What the artist "means" is its substance. Thus,
Shakespeare's "Romeo and Juliet" is about the courtship and tragic
death of Romeo and Juliet, but the drama "means" much more,· and
DaVinci's "Last Supper" communicates more than the scene portrayed. The more profound the appreciative insight which the artcreator attempts to communicate the more universal and timeless is
the substance of his work. ·But the more unique and pets.onal his
embodiment of it the greater is the work of art as an original creation. Great art is preeminently evaluative, and, in its embodiment of
the first and lasting values, the insight expressed by a work of art
may be aesthetically accepted simply for itself. This i~ its inherent
beauty.
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